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Abstract 
Practicum process is no doubt one of the most crucial features of the teacher training process. However, its implementation in 
Turkey, in different universities or even within the departments of a same faculty shows variation. This flexibility and limited 
feedback hours cause inconsistencies in teacher education by limiting trainees’ opportunities to become better teachers. The 
current study was triggered by the inconsistencies of the practicum process, flexible implementations, and limited theory lessons 
required for feedback. Thus, it aims at investigating the effects of a more intense practicum with increased number of 
observations and feedback hours. The data for the study was gathered via a questionnaire, semi-controlled interviews, and 
researcher’s field-notes. The results indicate that the teaching practice process needs restructuring and standardization to develop 
teacher training in Turkey.  
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1. Introduction 
The teaching practice no doubt has great importance both for teacher trainers and student teachers (ST). 
According to the research conducted by American Association of Colleges for Teacher Education in1991, both the 
teacher trainers and cooperating teachers found teaching practice significant for the development of the pedagogical 
skills. They admitted that the teaching practice plays a crucial role in preparing student teachers for real classroom 
teaching (Kauffman, 1992). The teaching practice process is under scrutiny of many researchers around the world; 
however the results indicate that in most cases the teaching practice is not sufficient to build a bridge between theory 
and practice and the trainees’ expectations are hardly met (Korthagen, Loughran, & Russel, 2006; Seferoğlu, 2006; 
Wolter, 2000).  
In Turkey, teaching practice has been standardized during the 1997 education reform within the “Developing the 
National Education” project (1994-1998) which was carried out by Higher Education Council (HEC) and the World 
Bank. As a result of the project, certain rules and principles were determined and published in Faculty-School 
Cooperation Booklet, which has been then used in all education faculties. In addition to the information about the 
process of the teaching practice, roles and responsibilities of all the stakeholders (faculty/school coordinators, 
cooperating teachers, supervisors etc.) were identified. Although the booklet is an important step in structuring the 
teaching practice, it has some shortcomings. First of all, though it gives information about roles and responsibilities 
of people involved in the process, it lacks information about how the interaction should be carried out among the 
stakeholders. Second, it doesn’t clarify the feedback process which is necessary for the trainees’ development and 
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leaves this to the knowledge and initiative of the cooperating teacher (CT) and the supervisor. As the feedback 
provided by the CT’s and supervisors is dependent on the knowledge and experience of these stakeholders, the 
quality and the quantity of feedback differ for each trainee. Third, the booklet does not refer to the reflection process 
as one of the important constituents of teacher training. The trainees’ are required to reflect on their teaching only 
with self-evaluation reports. However, the feedback sessions provide ample opportunities for reflection-on-action. 
As the organization of the feedback sessions are not defined by the booklet, it is not very clear how these sessions 
can be conducted. For some supervisors and CT’s, due to limited time, these sessions last no longer than five 
minutes during break times and provide the trainee with limited information on their teaching with comments such 
as “good job”, “I like it” etc. Such feedback not only limits trainees’ chances to identify their weaknesses and 
strengths but also doesn’t provide opportunities for self reflection. There is no doubt that trainees learn better when 
they find out their weaknesses themselves rather than being told by others, which leads to autonomy, the 
development of critical thinking skills, and increased awareness of their actions and decisions.  
Due to the nature of this unclear process, the application of the teaching practice tends to differ in various 
education faculties, different departments of the same faculty, and sometimes even different supervisors within the 
same department. Although the booklet suggests at least two observations for each trainee by the supervisor, the 
number of trainee observations also differ due to various reasons such as time constraints, teaching load of the 
supervisor, the number of trainees assigned to the supervisor, etc. Such problems in the application of the teaching 
practice have lead to flexible implementations with variations. Thus, the variety in the implementation has resulted 
in different educational experiences and attainments. In order to overcome these difficulties some departments in 
different universities prepared their own manuals for teaching practice (Keçik et al., 2009; Topkaya, Yavuz, & 
Erdem, 2008) which are an indication of dissatisfaction with the process or efforts to supplement the process. 
The research conducted with STs in Turkey shed some light on the problems that are being faced during teaching 
practice. According to the student teachers, some of these problems rise from the supervisor (Eraslan, 2008; Eraslan, 
2009; Paker, 2005) and the CT (Boz & Boz, 2006; Kent 2001; Kuter ve Koç, 2009). The problems that center on the 
supervisor are mostly related to the inadequate attention and limited feedback given to the ST (Eraslan, 2009). 
Moreover, Kuter and Koç (2009) and Paker (2005) also concluded in their studies that supervisors are not giving 
importance to feedback which is a sign of lack of awareness of their roles and responsibilities. Problems that are 
related to the CTs are mostly related to the quality and quantity of feedback (Baştürk, 2007), lack of training of the 
stakeholders on how to implement teaching practice (Boz ve Boz, 2006), and limited connection of the theoretical 
courses and teaching practice in cooperating schools (Seferoğlu, 2006). It is often seen that STs seek their 
supervisors to be guides and models with whom they can have positive interactions (Sağ, 2008). It is vital for a ST 
to have a positive relationship with the supervisor and receive feedback before and after teaching as indicated in the 
previous findings. Thus, deriving from the problems related to the quality and quantity of feedback and the gaps in 
the current implementation of teaching practice in Turkey, the present study aims at investigating prospective 
teachers’ views on an intensive ‘school experience’ course.  
2.  Methodology 
The current study is conducted with fourth year ELT STs at a Turkish university. 11 STs were asked to report 
their ideas on a more intensive school experience course designed as micro teaching lessons. Thus, the study aims to 
answer the following research questions: 
1. What are the prospective teachers’ ideas on the current implementation of the “school experience” course? 
2. In what ways did the implementation of the course develop the trainees? 
3. What are some areas that the course implementation did not help to develop? 
4. What are the trainees’ ideas about the pros and cons of presenting at a shared lesson? 
5. What are the benefits of frequent observations and oral and written feedback provided by the supervisor? 
6. What are the trainees’ ideas about direct and indirect feedback? 
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2.1. The context and the implementation of the “school experience” course 
As a result of a co-project between Higher Education Council (HEC) and World Bank from 1994 to 1998, the 
curricula of the education faculties were reconstructed. As a result, the theory and practice courses in the curriculum 
were distributed in a balanced way. As part of this renovation, the duration of the teaching practice was extended to 
seventh and eight semesters and the content was clearly defined for the first time (Topkaya & Yalın, 2006). During 
the first semester trainees are required to practice at schools for four hours a week within the content of the ‘school 
experience’ course. During the second term, the trainees take the teaching practice course and visit schools for six 
hours a week. As the present study aims at reporting on the first term of practice teaching, only the content of the 
‘school experience’ is discussed. Accordingly, the trainees are required to practice teaching for 2 hours and make 
observations for the other two hours. In addition, they are required to attend one-hour theory lessons, which are used 
for feedback prior to or after teaching. The university supervisors are required to observe the trainees two times 
during the term to provide feedback on their teaching. In the ELT Department, where the research took place, 
trainees are required to share the lesson while teaching. Thus, each trainee has a chance to focus on only one part of 
the lesson (warm-up, presentation, practice).  They consult each other while preparing their lesson plans in order to 
have smooth transitions between the activities.  
The difference of the intense ‘school experience’ course from the present implementations in the department was 
the increased trainee observations, increased feedback sessions, and type and the medium of feedback. Accordingly, 
the supervisor observed each trainee at least eight times as opposed to two-times. In addition, the feedback hours 
were not limited to one-hour theory lessons at the faculty. They were given right after the teaching at the practice 
school, both orally and in written form. The feedback sessions were organized as a whole group during which 
trainees’ had an opportunity to reflect on their teaching as well as their peers’ teaching. The CTs also joined these 
post-conferences whenever possible. Moreover, trainees’ were also given feedback prior to teaching via 
asynchronous on-line communication, in the form of e-mails or facebook messages. Finally, the supervisor provided 
written and oral feedback based on her observations as well as on STs’ self and peer evaluation reports.  
 
2.2. Participants  
Eleven ELT teacher trainees (two males and nine females) who are taking the ‘school experience’ course with the 
researcher contributed to the study. At the beginning of the term participants were informed about the 
implementation of the course and its content. All of them agreed to become a part of a more intense practicum. 
 
2.3. Instruments 
A 17-item questionnaire that aims to evaluate the course was given to the trainees. The questionnaire was 
prepared as a 3-point Likert scale ranging from “agree” to “disagree”. For data triangulation and to have an in-depth 
understanding of the trainees’ ideas, semi-structured interviews were conducted during which all of the participants 
were interviewed about the implementation of the course by reflecting on their experience. In addition, the 
researcher kept field notes on STs’ observations. These field notes were used to compare STs’ reflections as well as 
their answers to the questionnaire. 
 
2.4.  Data analysis 
As there were only a small number of participants, the data analysis of the questionnaire was made by taking 
percentages to see to what extend the trainees agreed with the items. The interviews, on the other hand, were 
transcribed, and groups and categories were formed. Results of the interviews and field notes were used to support 
the findings from the questionnaire.  
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3.  Results 
The research results indicated that the participants were highly satisfied with the implementation of the course 
content (RQ1). All of the trainees stated that the implementation of the course contributed to their professional 
development, developed their teaching skills, contributed to their theoretical knowledge with its practical 
component, and prepared them for their future profession (RQ2). Moreover, all of the participants agreed that the 
topics that they learned and practiced during the course (classroom management, lesson planning, questioning 
techniques, etc.) were necessary for their profession and they were planning to use the techniques they learned 
within these topics after graduation as well. In addition, all of the trainees indicated that frequent observations and 
immediate feedback helped their development (RQ5), and the written feedback given in their weekly reports and 
observation forms helped to develop their critical thinking. Again, all of them agreed that the way the course was 
implemented gave them a privilege in their profession. Only one of the trainees stated that the course has slightly 
helped her to develop her professional identity. Two of the participants partially agree that what they learned during 
the course is applicable in real life. 
The interview results support these findings. Participants stated that the implementation of the course helped in 
developing their classroom management skills (7), lesson planning (7), identifying their weaknesses and strengths 
(4), developing positive teaching and learning experiences (4), building positive teacher-student interaction (3), and 
improving self-esteem (3) (RQ3). Ten of the participants stated that the course met their expectations; however, one 
claimed that he had hoped the course would help the development of the speaking skill but it did not. When the aims 
of school experience course are considered, developing trainees’ language skills is not one of them. Thus, this 
statement can be thought of deriving from a personal need. The researchers’ field notes are also in line with STs 
reflections: Ex 1: “ST3 has shown great improvement in his lesson plans. He is now more capable of selecting and 
sequencing activities. He used to have problems in creating context. For the past two weeks he has come up with fun 
and interesting contexts that took children’s attention.” Ex 2: “ST7 is now more confident of herself. She used to 
stuck in front of the blackboard and ignore the right part of the classroom. She can use the classroom much better. 
She walks in the classroom and listens to the students’ questions. 5 weeks ago she was not hearing or sometimes 
ignoring the questions. She can use the computer and projection without losing the control of the classroom.” Ex 3: 
“During our pre-conference on facebook ST4 had come up with an activity that seemed above the level of the 
students. After receiving feedback she seems to make appropriate adaptations on the activity. Students enjoyed 
doing it. ST4 seems content with the results of the activity.” 
The trainees were also asked to list the pros and cons of sharing a lesson in the form of micro-teaching (RQ4). 
Accordingly, the advantages of micro-teaching are: 
∞ Facilitation of the burden of teaching alone, 
∞ Developing awareness about each part of the lesson, 
∞ Learning from peers, 
∞ Developing positive interaction with peers, 
∞ Promoting team work. 
∞ 	

∞ The difficulty of sharing a lesson due to problems related to concordance among the members of the group, 
∞ Relying on the success of other parts of the lesson (e.g. ineffective presentation results with ineffective 
practice).  
All of the trainees stated that they prefer direct feedback to indirect feedback as it is more effective (RQ6), 
concrete and comprehensible; it requires less time to notice, comprehend, and correct the mistakes. They also stated 
that they are anxious about not understanding indirect feedback. One of the trainees said that “I may not be aware of 
my mistake. It is good to have an experienced person to tell you that” and another stated that “In our profession 
there is no room for mistakes, so I prefer direct feedback in order to correct my teaching”. As can be seen from the 
results, the majority of the trainees prefer direct feedback for a rapid development. Moreover, they fear that their 
limited awareness of their teaching might hinder their comprehension of their weaknesses and strengths. 
Finally, when the trainees were asked to express their opinions to improve the course, six of them stated that the 
course was good as it was, three suggested that they would like an opportunity to teach a whole lesson, one proposed 
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the use of video recordings, and one suggested that fourth grade was too late for teaching practice and the course 
should be offered earlier. 
 
3. Conclusions and suggestions 
As it is seen from the results, when the trainees are given an opportunity to reflect on their teaching, the learning 
outcomes are better. Moreover, an intense practicum enhances trainee satisfaction with the process. All of the 
trainees mentioned about the benefits they received form frequent observations and feedback provided both orally 
and in written form. 
However, one interesting result is that all of the trainees stated that they prefer direct feedback over an indirect 
feedback, which is a deviation from autonomy and student-centeredness. This result can be interpreted as a 
reflection of former learning experiences developed due to traditional methods of teaching. In traditional teaching 
methodologies, the teacher is the center of the learning environment and the learners are mostly dependent on 
him/her. What the teacher says is accepted as a rule that is not subject to change. As the reminiscence of such a 
method, STs might seek for a similar situation. Another interpretation might be that trainees take teaching very 
seriously and minimize their teaching errors with the guidance of the supervisor. This was also stated by the trainees 
themselves during the interviews. 
Several suggestions can be made upon the results of the study. First of all, teaching practice courses need to be 
re-designed so that the process provides more opportunities for feedback sessions where CTs, supervisors and STs 
join at the same time. In addition, feedback hours need to be increased to provide STs with pre- and post-feedback. 
Second, reflective practice needs to be integrated into the teaching practice course by giving STs opportunities to 
reflect-in-action and on-action. Third, supervisors and CTs may need to be trained on the ways of giving feedback 
by encouraging non-directive and non- prescriptive feedback. Fourth, the number of trainee observations might be 
increased to provide the trainee with the support s/he needs during practice teaching. Fifth, using video recordings 
no doubt facilitates reflection: where and whenever possible, trainee-teaching can be recorded for post-discussion. 
Sixth, pre-conferencing before teaching helps STs prepare better plans and lessons as most of the supervisors have 
limited time and lots of teaching load synchronous and asynchronous modes of communication can be used during 
pre- and post-conferencing. Finally, in order to increase teaching experience, the length of teaching practice can be 
reconsidered so that it can start earlier. It is no doubt that trainees develop confidence and the skills to become better 
teachers during teaching practice. With a longer, well-structured and a more intense practicum STs will be equipped 
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